Statewide learner competency and assessment systems in 11 states were examined. Information was gathered through telephone interviews and a review of =.7.terials on the learner competency and assessment systems being used/developed in each state. Special attention was paid to the states' activities regarding development of the following: systematic process for developing the competencies; curriculum package directly related to the competencies; appropriate assessment instruments; and procedures for recognizing learner achievement of competencies. Statewide systems were currently operating in the following states: Colorado, Connecticut, Delaware, Florida, Georgia, Oregon, and Washington. In Colorado, Connecticut, Oregon, and Washington, competencies were drawn from the Comprehensive Adult Student Assessment System (CASAS) and often had an employment orientation influenced by the work of the Secretary's Commission on Achieving Necessary Skills. Connecticut, Georgia, and Oregon required local programs to use specific assessment instruments, and four states established statewide procedures for recognizing when learners achieve their competencies. The remaining four states studied --Iowa, Kentucky, Texas, and West Virginia--were in varying stages of developing statewide learner competency/assessment systems. (Appendixes constituting approximately 80% of this document contain summaries of the activities undertaken in each of the 11 states and sample state competencies and examples of learner recognition activities/certificates.) (MN) 
INTRODUCTION
Ensuring program accountability by focusing on issues of program quality and evaluation has been an emphasis of the Adult Education Act (AEA) since passage of the 1988 AEA program amendments. Provisions of the National Literacy Act of 1991 further expanded accountability and evaluation requirements by mandating the establishment of state indicators of program quality. As a result of these provisions, states have focused their attention on determining:
How to assess whether a local adult education program is succeeding;
Key variables related to student performance that should be measured; and
The relationship between measuring student performance and the content of the instructional program.
The diversity of goals of adult learners, who mostly participate on a voluntary basis complicates efforts to ensure program accountability and to implement more rigorous evaluation strategies. As stated in the legislation, the goals of adult education programs are to: 1. Enable adults to acquire the basic educational skills necessary for literate functioning; 2. Provide these adults with sufficient basic education to enable them to benefit from job training and retraining programs and obtain and retain productive employment so that they might more fully enjoy the benefits and responsibilities of citizenship; Enable adults who so desire to continue their education to at least the level of secondary school.
Due to the diversity of learner goals and the voluntary nature of individual participation, there has been considerable flexibility in instruction within most adult education programs.
Rather than following a formal curriculum package, programs typically use a variety of instructional materials, including materials that are either purchased from publishers or are 1 
A REVIEW OF STATEWIDE LEARNER COMPETENCY AND ASSESSMENT SYSTEMS
Through telephone interviews, as well as a review of materials on the development of statewide learner competency and assessment systems, the following types of information were obtained:
Background data on the processes states have undertaken in developing competency and assessment systems.
Learner competencies selected and sample curriculum guides to support instruction related to these competencies.
Assessment instruments and procedures for measuring learner competencies.
Procedures for recognizing the progress learners make in meeting the competencies.
Organization of This Paper
The next section of this paper summarizes the processes and procedures states have followed in developing statewide learner competency and assessment systems, the content of the competencies and instructional curriculum, learner assessments, and learner recognition efforts. In the final section of the paper we discuss the lessons learned from these states' experiences that are relevant for other states. Appendix A summarizes, on a state by state basis, the activities undertaken by each of the 11 states. Appendix B provides sample state competencies and examples of learner recognition activities or certificates.
AN ANALYSIS OF STATEWIDE LEARNER COMPETENCY AND ASSESSMENT SYSTEMS
Drawing on the information obtained through telephone interviews with state staff and a review of materials that they provided, we have developed a descriptive framework that delineates the development process. Figure 1 
presents components of this process:
A systematic and informed process through which competencies have been determined.
4 Table 1 shows the status of statewide learner competency and assessment systems using this framework. Statewide systems are currently operating in seven of the 11 states we contacted:
Colorado, Connecticut, Delaware, Florida, Georgia, Oregon and Washington. In four of these states (with Delaware, Florida, and Georgia being the exceptions) the competencies are drawn from CASAS and often have an employment orientation influenced by the work of SCANS.
While five of, these states have developed a curriculum or framework related to the competencies, local programs usually are not required to use the curriculum. Three of the states In the remainder of this section, activities undertaken by the 11 states in developing a statewide learner competency and assessment system are described for each of the four components mentioned above: (1) a systematic process for developing the competencies; (2) a curriculum package directly related to the competencies; (3) appropriate assessment instruments;
and (4) procedures for recognizing learner achievement of competencies. West Virginia: The state is in the process of developing a statewide system of learner competencies that are designed to serve the adult learner as a worker, parent, and citizen. The goal of the program is to provide adult learners with a broad range of skills that are valued in the workplace while also helping them to meet their specific learning goals. During the summer of 1996, West Virginia plans to familiarize instructors with competency-based education at the state conference and, in the summer of 1997, the state plans to provide full-time adult education and JOBS instructors with a week-long training institute on the entire curriculum.
Content of Competencies
Employment related basic skills is a common theme of the learner competencies developed or under development in these states. In the following six states, the skills and competencies are based on CASAS life skills and employability competencies or influenced by SCANS. Connecticut: Local programs are required to report on student gains using the CASAS, although some programs continue to provide supplemental reports using such measures as the TABE and SORT.
Georgia: Local programs are required to use the TABE and ABLE for ABE students and the BEST and ESLOA for ESL students.
Oregon: For ABE the state uses the CASAS pre-and post-tests and applied performance measures. For ESL, the short form of the BEST is used for placement. A common writing assessment also is used. Student performance levels (SPL) are used to benchmark progress.
Kentucky and West Virginia, whose learner competency and assessment systems are under development, also have selected a specific assessment instrument (TABE in Kentucky and CASAS Delaware: Certificates of Educational Attainment (CEAs) are issued by the State Department of Public Instruction and awarded by local programs to students upon attainment at each of three competency levels. CEAs are used by local programs to certify student outcomes, to recognize student achievement, verify JTPA termination points, and meet JOBS goal targets. They are also used by adult learners as a documentation for employment, achievement in the workplace entry into training programs, continuation of government services, and personal development.
Georgia: A structured, statewide student award process enables adult education participants to compete for awards in any of seven categories representing ABE, ESL, and GED program levels. Nominated students are expected to submit to the state Office of Adult Literacy a biography, three letters of recommendation, and a signed release form. Competition for state awards occurs at the county level, SDA level, "consortium" level, and state level. Declared winners in each category are designated "Ambassadors for Literacy" and may serve as literacy spokespersons around the state. The state encourages graduation ceremonies, but these are established at the local level. 15 
A REVIEW OF STATEWIDE LEARNER COMPETENCY AND ASSESSMENT SYSTEMS
When involving practitioners not associated with adult education, it is also important to recognize and acknowledge that for such a system to be successful, all service providers will have to view this as a collective effort and one that requires development of a common culture,
set of values, and program terminology. This is particularly important as human service agencies become more outcome based, and in preparation for potential funding cuts and shifts to block grant funding.
Recognize That Developing and Implementing a System Will Take Time
Designing and implementing a learner competency and assessment system is a complex undertaking that involves substantial changes in the way adult education instruction is provided, its content, as well as procedures for assessment. Successfully developing a new system requires a state to evaluate and assess how its statewide adult education program is operating. Sufficient time also needs to be devoted to field testing competency systems in local programs so that potential bugs can be worked out and instructors develop an understanding of the competencies and assessment. Also, it is essential to acknowledge that developing and implementing a learner competency and assessment system is a continuous process where "nothing is ever done."
Provide Local Staff with Sufficient Professional Development Activities
Implementing a learner competency and assessment system often requires local programs to provide instruction in a very different manner from traditional approaches, focusing on specific competencies that they want learners to achieve, and using different curricula and assessment 
State and Local Impact
Support letters from employers around the state affirm that the certificates are being used to verify skill levels for non-high school graduates and to explore skill areas for education and training. The state adult education division also reports that programs can work toward consistent instructional goals and student outcomes while maintaining flexible methods of instruction and materials.
APPENDIX Assessment Instruments
Local programs are required to report on student gains using CASAS-developed assessment instruments, although some programs continue to provide supplemental reports using measures such as the TABE and SORT. The CASAS is used for initial appraisal to determine program placement, interim assessments to measure student gains (pre-and post-tests), and final assessments (certification and/or level tests).
Challenges/Lessons Learned
In developing a statewide competency system, Connecticut faced and addressed a number of challenges. These included: (1) developing a data management system that collected data about individual learner progress; (2) offering sufficient training to staff and technical assistance to local programs; and (3) 
State and Local Impact
Between 1986 and 1991, the number of learners reporting that they had achieved their goals through participation in adult education more than doubled. Additionally, the number of adult learners participating in the assessment process grew significantly during that time and learners' average scores on assessment instruments remained constant, in spite of the increasing Another difficulty was in changing aspects of the system in the middle of the implementation process. This can make for a difficult adjustment among the stakeholders involved. For example, the initial name chosen for the CEA was "Basic Skills Certification"; this was changed, however, because of negative connotations associated with it. In addition, some assessment categories had to be removed (e.g., problem solving), because they were too difficult to assess and document.
As a result of the implementation of the skills certification process, anecdotal evidence from adult educators and students has shown that the number of student contact hours has increased and program staff have found that they are better able to document student basic skills is evidenced in the fact that, during the pilot and initial implementation of the competencies, the SRT frequently had to return applications to programs because they were not properly documented; currently, the SRT rarely has to return an application to a program.
One unexpected outcome the state has experienced is an increase of students, particularly those at the CEA Level 3, moving on to the high school diploma program, and a decrease in students seeking the GED credential. Students who dropped out of high school in the 11th or 12th grades, especially, are demonstrating a willingness to take the time to work toward a high school diploma rather than obtaining a GED credential. In addition, employers that have Over the past decade, 353 funds have been used to support projects in which adult education teachers write and update curricula for a competency-based approach, and identify appropriate materials to be used to teach to the competencies.
Competencies and Their Assessment
The student performance standards are grouped into two tracks: functional skills and basic In the process of developing a statewide curriculum, the task force solicited input from other states who had embarked on similar projects and examined existing vendor products. The state's adult literacy directors conducted several reviews of the draft curriculum before it was finalized. After the curriculum was finalized, training was provided to all adult literacy directors and teachers. The entire process of identifying competencies, developing a curriculum, and conducting staff development activities took approximately one year.
Statewide competencies are tied in with a statewide curriculum that is organized into three general competency areas of reading, writing, and mathematics. Competencies are grouped into three levels for ABE and three for ESL, in addition to the adult secondary or GED level.
ABE/ESL levels include:
Level I (grades 0-4.9);
Level II (Level 11-A = grades 5-6.9; Level II-B = grades 7-8.9); and Level III (grades 9-12).
APPENDIX
tend to support what they help create." In addition, states should include an aggressive, organized marketing plan tailored to the state's needs, and should follow Federal guidelines and suggestions.
State and Local Impact
The state reports that its adult education program has witnessed a variety of benefits since instituting a statewide competency system:
Classes can be organized in a specific manner.
Student achievement levels can be tracked by student and teacher.
Assessment has been standardized.
The system assists in establishing student goals. Success is defined individually and provides more ownership for the learner.
Recruitment and retention of students has improved due to more clearly defined goals.
The number of GED graduates has increased significantly.
Public awareness and credibility of the GED credential has improved.
A Competencies are grouped according to the CASAS levels. The state office plans to create a system to document attainment of competencies and award certificates of completion.
Challenges/Lessons Learned
Iowa cautions states who plan to modify their existing adult education systems not to assume that the entire system needs an overhaul. Instead, they recommend that states systematically and honestly evaluate the current functioning of their system to identify areas in which the programs excel and areas that would benefit from change. Other lessons learned during the process of identifying the priority competencies included: (1) recognizing that the change process is long term and having a long-range plan to accomplish goals; and (2) (2) Limited based on a score of 225-235 on the BASIS test, and Level 2-3 on the writing test. Represents an ability to handle basic reading, writing, and computational tasks and qualification for entry-level employment (e.g., can reconcile a bank statement and interpret a payroll stub but would have difficulty maintaining a family budget or writing an accident or incident report). (3) Average based on a score of 236-256 on the BASIS test and Level 3-4 on the writing appraisal. Represents good basic skills and the likelihood of entering employment that has some degree of complexity (e.g., able to create and use tables and graphs or communicate personal opinion in written form, but would have difficulty understanding college textbooks or highly technical manuals).
(4)
Above average these individuals generally have education beyond high school, perhaps a two-or four-year degree. (5) Target mobility these individuals have substantial education beyond high school, are proficient in using computers and other technological aids, and highly skilled at career development.
The Mobility Continuum allows partnering agencies to identify and target services designed to move Oregonians along a lifelong learning design for services. Student portfolios include certification received at the different levels in different subject areas.
Assessment Instruments
The first time the state selected a common assessment instrument was in 1987 during pilot programs for welfare. For ABE, the state uses the CASAS pre-and post-tests and applied performance measures. For ESL, the short form of the BEST is used for placement, and student performance levels (SPL) are used to benchmark progress. Workplace literacy programs use BASIS for placement. a workforce checklist, and Workplace Basics measures such as simulations, applied performance, and group demonstrations. CASAS content areas are used to prioritize large areas for course content. Information from test content guides some of the "how-to's" for teaching (e.g., the need to include graphs and charts). CASAS pre-and post-test scores are not 24 A-23 APPENDIX Based on early JOBS pilots in the late 1980s, adult education programs and other providers determined that they could not approach delivery of services with the assumption that students are self-managed. They also found that programs need to devote time up front with learners to stop the "revolving door." As a result, adult education and partner agencies have focused on extensive orientation and classes in time management, goal setting, and planning to help learners understand their own skills and abilities.
State and Local Impact
As a result of implementing a competency-based system, program delivery is much different from traditional models, and the state reports broad and marked improvements in program and student outcomes since 1990. The traditional open-entry, open-exit delivery system has been replaced by a "managed opportunities" approach, which strives to conduct regular intake and orientation, with the goal of matching access with other tools and planning needed for student goals and success. Now, programs provide a mix of classroom instructional approaches, with an emphasis on group work and virtual elimination of workbooks and manuals.
Local programs are better able to show how participants move through the system and how the delivery system impacts retention rates. Customer satisfaction samples (student focus groups) also support the effectiveness of a competency-based system. Continuity in the system has been maintained through a variety of political environments as stakeholders at all levels remain committed to seeing the statewide system continue.
Plans for the Future
Oregon's primary goal is to continue the variety of activities training, technical assistance, teachers-as-leaders curriculum committees, targeted 353 projects, intensive cooperative learning implementation and other interagency projects that support a dynamic, outcome-based basic skill development system. Integration into a total service plan across agencies also is expected to fit well with integrated block grant planning in the future. Oregon is moving to an automated accountability system for adult education, and is continuing to develop checklists for volunteer tutors, as well. 
Assessment Instruments
The state is now promoting portfolio assessment and is shying away from individual standardized assessment instruments to measure learner progress. In keeping with this approach, the skills checklists adapted from the learner outcomes allow the instructor to note whether a student's performance was evaluated through teacher observation, oral response, a written test, or other method. Texas also is beginning to move away from using an outcomes checklist or tying an outcome to a particular text; instead, the emphasis is more on use of real-life materials.
Local programs determine what materials go into a portfolio. Programs must have dated Some ABE administrators are concerned that if funding for staff development is cut or removed, teachers will not have access to the latest research and best practices. Others are concerned that revised legislation may move adult education to. more of a traditional focus on reading.
The state adult education office is expressing an interest in a performance measurement assessment system similar to what the Texas Employment Commission has instituted for its participants. Under this system, portfolio assessment is to be based on pei-formance measures. In addition, the state is attempting to integrate more SCANS skills into the curriculum guides.
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In 1995, the. Core Competencies were reviewed and revised following a survey of providers, and the system was expanded to incorporate workplace skills competencies from the state's I *CANS Project. One rationale behind the revision was to encourage basic skills programs to contextualize their instruction, which many programs already were beginning to do. Revisions to the Core Competencies were made by simplifying the language, removing duplication, and identifying competencies that were not being used. With these revisions and an eye toward a more integrated instructional delivery system, the state wants to refer to the competencies as "student competencies" rather than "Core" or I *CANS. Individuals involved in the revision process represented ABE programs, correctional education, Private Industry Councils, employment security, social and health services, and local literacy councils.
Competencies and Their Assessment
Competencies are divided into several skill areas, including basic skills (i.e., reading, 
Over the past year, West Virginia has begun developing skill areas, competencies, and learning objectives in three areas work-based, parenting, and citizenship curriculum tracks..
These tracks reflect the current needs of the adult learners participating in the state's adult 
Curriculum
The system of adult learner competencies described in this summary will be a part of the statewide curriculum being developed for adult education programs in West Virginia.
Assessment Instruments
West Virginia plans to adapt the CASAS for use in assessment. The state also plans to issue certificates of mastery as learners achieve specified levels of functioning.
Challenges/Lessons Learned A major challenge anticipated by West Virginia is successfully focusing on both general work-place skills (e.g., communication) and specific learner objectives (e.g., obtaining a GED credential 
